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Abstract
Sailors, Luanne Beth. Ed.D. The University of Memphis. August, 2015.
Examining the perceptions of pre-service teachers toward including students with autism
spectrum disorders in a general education setting. Major Professor: Dr. Robert
Williamson.
Including students with a range of abilities in today's classrooms paired with
increasing inclusive practices has presented itself as a challenge for all educators. More
specifically, students with autism spectrum disorders (ASD) have had an increased
presence in general education settings. This study aimed to discover pre-service teachers'
perceptions toward including students with ASD in a general education setting, examine
pre-service teacher knowledge regarding ASD, and examine if any correlation between
the two may exist. The main research instrument consisted of a set of 1) demographic
questions (categorical data), 2) perceptions of inclusion of students with ASD measured
in a Likert-scale component, and 3) measuring knowledge of students with ASD (scaled
score) component. Correlation results were analyzed using Pearson's r coefficient
calculation and indicated a positive correlation between perception and knowledge.
Results supported prior research and indicated that the pre-service teachers possessed
positive perceptions toward including students with ASD, but felt slightly different when
including students with any range of abilities. In regards to participant knowledge of
ASD, results indicated that pre-service teachers were knowledgeable about topics
surrounding ASD.
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Chapter 1
Introduction
Today's educators are faced with changing classroom dynamics (Campbell,
Gilmore, & Cuskelly, 2003; Forlin & Chambers, 2011). Due to increasing inclusive
practices, today's classrooms contain a wide spectrum of students with and without
disabilities (Forlin & Chambers, 2011; Sari, Celikoz, & Secer, 2009). Because of this
variation, teachers often struggle to meet the individual needs of every student they
interact with in classrooms each day (Campbell et al., 2003).
Traditionally, support in general education classrooms has included pull-out
programs. Programs such as this involve special education teachers picking up students
that they are working with and taking them to another classroom for more individualized
instruction (Busby, Ingram, Bowron, Oliver, & Lyons, 2012). Now more than ever,
schools are moving away from pull-out methods to in-class support, commonly known as
inclusive practices (Busby et al., 2012). Inclusion means that the students with disabilities
will be supported in an age appropriate general education class along with receiving
specialized instruction as outlined by their individualized education program (Barton,
Lawrence, & Deurloo, 2012; Friend & Bursuck, 2009). Because of the full integration of
students with disabilities into general education classrooms, all students, regardless of
abilities, are the responsibility of all educators (Friend & Bursuck, 2009). The increased
rate of inclusive practices has become a focal point in public education (Woodcock,
Hemmings, & Kay, 2012)
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Today's educators are faced with changing classroom dynamics (Campbell,
Gilmore, & Cuskelly, 2003; Forlin & Chambers, 2011). Due to increasing inclusive
practices, today's classrooms contain a wide spectrum of students with and without
disabilities (Forlin & Chambers, 2011; Sari, Celikoz, & Secer, 2009). Because of this
variation, teachers often struggle to meet the individual needs of every student they
interact with in classrooms each day (Campbell et al., 2003).
Traditionally, support in general education classrooms has included pull-out
programs. Programs such as this involve special education teachers picking up students
that they are working with and taking them to another classroom for more individualized
instruction (Busby, Ingram, Bowron, Oliver, & Lyons, 2012). Now more than ever,
schools are moving away from pull-out methods to in-class support, commonly known as
inclusive practices (Busby et al., 2012). Inclusion means that the students with disabilities
will be supported in an age appropriate general education class along with receiving
specialized instruction as outlined by their individualized education program (Barton,
Lawrence, & Deurloo, 2012; Friend & Bursuck, 2009). Because of the full integration of
students with disabilities into general education classrooms, all students, regardless of
abilities, are the responsibility of all educators (Friend & Bursuck, 2009). The increased
rate of inclusive practices has become a focal point in public education (Woodcock,
Hemmings, & Kay, 2012).
By way of the inclusion movement, many students are now educated within a
general education setting (Busby et al., 2012; Gal, Schreur, & Engel-Yeger, 2010; Yell,
Drasgow, & Lowery, 2005). Inclusion is an educational practice that advocates for an
equal education experience and social justice for all students, including those with
2

disabilities (Henning & Mitchell, 2002; Hill & Sukbunpant, 2013; Sharma, Forlin,
Loreman, & Earle, 2006). Inclusion requires teachers, novice and veteran, to educate all
students to achieve grade level standards (Forlin, Earle, Loreman, & Sharma, 2011; Kurth
& Mastergeorge, 2010).
Successful implementation of inclusion requires effort from both the general and
special education teacher, leaving both sides to feel the overwhelming pressure of
teaching all students (Kilanowski-Press, Foote, & Rinaldo, 2010). Unfortunately, both
sides often feel unprepared to work cooperatively within these inclusive settings due to a
lack of cross training regarding working with students with or without disabilities
respectively within fully inclusive settings (Gurgur & Uzuner, 2010). Often the
perceptions (Brackenreed & Barnett, 2006) and attitudes of pre-service teachers,
regarding their desire to become or remain either special or general educators, drive the
demand for separate pre-service teacher training programs and thus may be hindering the
development of inclusive teacher training programs at the pre-service teaching level
(Pugach, Blanton, & Correa, 2011).
Discussing this topic is important because it has been noted that the perceptions of
teaching professionals toward inclusion may affect the success of student outcomes that
are taught within inclusive settings (Forlin et al., 2011). Pre-service teachers' perceptions,
pertaining to inclusion, represent the foundation of their willingness to address related
challenges in their classrooms and positive attitudes may be just as important as actual
teacher training when used as predictors of successful teaching (Ahsan, Sharma, &
Deppeler, 2012; Forlin et al., 2011).
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More recently, students with ASD have had an increased presence in general
education settings (Cameron & Cook, 2007; Golmic & Hansen, 2012). The increase of
students with ASD included in general education settings have primarily been a result of
legislative actions supporting students with disabilities within such settings (Fuchs, 2010;
Goodman & Williams, 2007). In 2009, 37.4% of students diagnosed with ASD spent
their time at school in a general education setting as compared to 39% in 2011 (U.S.
Department of Education, 2013).
The problem with increased numbers of students with ASD being included in
general education settings is that pre-service teachers may not be prepared to teach
students with this specific disability. Because of the problem involving increased
movement toward fully including all students within a general education setting and the
increased number of students diagnosed with ASD, it is imperative to address pre-service
teachers' perceptions toward including students with ASD in a general education setting
so that this information can be used to outline content appropriately within teacher
education programs (Brackenreed & Barnett, 2006; Gartin, Rao, McGee, & Jordan, 2001;
Hanline, 2010). The purpose of this study was to answer the following questions: 1) What
are dual licensure pre-service teachers' perceptions toward including students with
specifically ASD in a general education setting; 2) what is the level of pre-service
teachers' knowledge of ASD; and 3) are there any correlations between the perception
and knowledge scores?
Survey questions were based on, but not identical to, two empirically based
research studies (Avramidis, Bayliss, & Burden, 2000; McCray & McHatton, 2011)
which previously aimed to investigate the perceptions of dual licensure pre-service
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teachers regarding the inclusion of students with disabilities in general, including those
with ASD, and teacher knowledge of ASD respectively. Outcomes of this present study
may contribute to the improvement of teacher education programs by informing program
designers of any possible bias within pre-service teachers based on their experiences and
attitudes toward including students with ASD in a general education setting.
This study will specifically investigate the perceptions of pre-service teachers and
its relationship with knowledge of ASD. However, current literature suggests that there
are three areas that influence teachers' willingness of inclusive practices: 1) prior
knowledge of inclusion; 2) attitudes; and 3) relationship among knowledge and skills,
attitudes, and perception (Gartin et al., 2001). When examining perceptions toward
inclusion, it consists of a foundation of beliefs (McCray & McHatton, 2011). In addition,
successful teaching is predicted on teachers' "knowledge, skills, and dispositions, all of
which can be undermined by a belief system" (McCray & McHatton, 2011, p. 136).
Attitudes are the actual feelings and willingness to implement inclusive practices
(Avramidis et al., 2000). However, attitudes toward inclusion comprise of factors such as
believing in an inclusive practice, but they are not willing to implement it (Cameron &
Cook, 2007). Because of the close relationship of factors attributing to implementing
inclusive practices, the following will be discussed in the literature review as they pertain
to pre-service teachers: a) perceptions; b) attitudes; and c) self efficacy. Again, the
research will investigate the perceptions of pre-service teachers and correlations with
knowledge pertaining to ASD.
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Chapter 2
Literature Review
Inclusion
The idea of providing an equal education to students with disabilities was
disregarded just a few decades ago with the implementation of institutions and
segregation (Beirne-Smith, Ittenbach, & Patton, 2002). Students with disabilities have
historically been an excluded group and were unable to participate in the freedoms that
others were allowed (Fitch, 2010). Fortunately, organizations such as the Council for
Exceptional Children (CEC) in 1922 and the National Association of Retarded Children
(ARC) in 1950, began to form and work for a better understanding of disabilities through
research and training (Beirne-Smith et al., 2002).
From the initiation of awareness of individuals with disabilities came the
Individuals with Disabilities Education Act (IDEA) in 1975 (Beirne-Smith et al., 2002).
An underlying factor with IDEA was and remains the concept of teaching students with
disabilities in the least restrictive environment (LRE; Kilanowski-Press et al., 2010). The
LRE is a setting as similar as possible to a general education setting where students with
disabilities can be educated with appropriate supports (Friend & Bursuck, 2009). The
development of LRE led to a sense of urgency toward developing educational programs
that allowed students with disabilities to participate in a general education setting by
providing supports within such as an inclusive setting (Kilanowski-Press et al., 2010).
With the LRE provision in place, students with disabilities began receiving
accommodating services in general education settings (Friend & Bursuck, 2009). In 1989,
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only 31.7% of all students with disabilities spent 80% or more time in a general education
setting as compared to 60.5% in 2010 (U. S. Department of Education, 2015).
More recently, two mandates that have transformed education are the Individuals
with Disabilities Education Improvement Act (IDEIA) of 1997 and No Child Left Behind
(NCLB) of 2001 (Beirne-Smth et al., 2002; Busby et al, 2012). When revisions were
made to IDEA in 2001, the law was given the new name of IDEIA (Friend & Bursuck,
2009). Additional revisions in 2004 stated that students would be required to participate
in all assessments conducted by school districts and that teachers must be highly qualified
to teach academic content to students with disabilities (Friend & Bursuck, 2009). These
legal mandates asserted that teaching students with disabilities would be the
responsibility of not only special education teachers, but of all teachers (Henning &
Mitchell, 2002). IDEIA paired with NCLB led to a strong push toward mandating states
and local education agencies to accommodate to the needs of all children in the LRE
(Loiacono & Valenti, 2010).
Creators of NCLB intended to foster learning environments that were equal for all
students and required all schools to be accountable for achievement scores (Yell et al.,
2005). As a result, high stakes testing increased teacher accountability and expectations
for all students to achieve grade level expectations (Hamilton-Jones & Vail, 2013).
Because of the expectations of NCLB, schools began moving toward inclusive practices
so that all students could have an opportunity to learn the same grade level content
(Friend & Bursuck, 2009).
As organizations formed in support of children with disabilities, parents became
advocates for their children and awareness of special education issues spread throughout
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the United States leading to increased government support mandating the protection of
people's rights, such as Americans with Disabilities Act (ADA) of 1990 (Beirne-Smith et
al., 2002; Friend & Bursuck, 2009). Policy makers' intentions for the ADA were to
protect individuals with disabilities from discrimination and to ensure access to public
services (Friend & Bursuck, 2009). The law did not deal directly with students'
education, but rather acted as a general protection for individuals with disabilities
(Crabtree, 2009; Friend & Bursuck, 2009). However, ADA did "clarify the civil rights of
all individuals with disabilities and thus had an impact on special education, …including
requiring that transportation and schools are accessible to students with disabilities.”
(Friend & Bursuck, 2009, p. 10).
One primary goal of implementing inclusive practices was and remains to provide
all students with the same opportunities to learn academic content to which students
within the general education population are exposed (Johnson, Musial, Hall, Gollnick, &
Dupuis, 2005). Another reason schools are including students with disabilities in a
general education setting is to help students to improve upon social and academic skills
(Goodman & Williams, 2007; Hwang & Evans, 2011; Sari et al., 2009). Because of
increased instructional time in the general education setting, students with disabilities
may receive the full benefits of academic and social gains while general education
students benefit from understanding differences and building tolerance for diverse
individuals (Stuart, Connor, Cady, & Zweifel, 2006). While much research has been
conducted toward showing that inclusion benefits students with disabilities, there is some
evidence suggesting that inclusion also benefits students without disabilities, both
academically and socially (Stuart et al., 2006).
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One study in the metropolitan Nashville area (Copeland et al., 2002) discussed the
importance of a peer buddy, modeling, or tutoring system. In order to better understand
the perceptions of teachers who participated in the Peer Buddy Program, they were asked
to complete a questionnaire about their experiences in their own schools (Copeland et al.,
2002). Participants included 26 teachers who "…taught in eight of the eleven high
schools in which the Peer Buddy Program was being implemented in the MetropolitanNashville school district." (Copeland et al., 2002, p. 17). The 26 participants comprised
of 13 general education teachers and 13 special education teachers (Copeland et al.,
2002). The general education teachers had experience teaching a variety of academic and
vocational classes and had five or less students with moderate to severe disabilities in at
least one of their classes, of whom were supported by one or more Peer Buddy (Copeland
et al., 2002). The special education teachers who responded were responsible for the
supervision of the Peer Buddy Programs in their schools and supported students with
disabilities taking general education classes. In addition, the special education teachers
supervised the Peer Buddies who worked with students in self-contained special
education classrooms (Copeland et al., 2002).
Results indicated that students without disabilities developed friendships with
peers whom they might not otherwise have become friends with. They also developed
tolerance and understanding of other students with disabilities. During the study, it was
also noted that the peer buddies often reversed roles when the typically developing
student would observe how carefully the student with a disability would work toward
completing a task (Copeland et al., 2002). The general education student would see the
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importance of attention given to tasks and would simulate that behavior, which would
more than likely lead to higher achievement (Copeland et al., 2002).
Autism Spectrum Disorders
According to the American Psychiatric Association (APA; 2014), individuals with
ASD are diagnosed, characterized by, and associated with very specific traits. These
include impairments in social interaction and communication. ASD is an umbrella term
which encompasses a range of developmental disorders that are classified as neurological
disorders affecting the functioning of the brain: autism, Asperger's disorder, childhood
disintegrative disorder, and pervasive developmental disorder not otherwise specified
(PDD-NOS; American Psychiatric Association, 2014). Specifically, ASD is defined as a
"neurobiologically based disability with a complex genetic basis that has yet to be
adequately characterized" (Kennedy & Horn, 2004, p. 9). ASD is present when an
individual has impairments of abilities connected to the frontal lobe of the brain
encompassing a trio of deficits in speech and language, intellect, and creative thought
(Baker, 2004; Harrison, O'Hare, Campbell, Adamson, & McNeillage, 2006; Johnson &
Carter, 2011). ASD is defined by social and behavioral criteria since there are no
significant physical traits related to the disorder (American Psychiatric Association,
2014; Hill & Frith, 2003; Hui Min & Lay Wah, 2011).
Pervasive developmental disorders (PDD) and Rett syndrome are other conditions
that fall under the umbrella of ASD. PDD is considered a catch all diagnosis when a
medical professional hesitates to use the term autism (Filipek et al., 1999; Johnson &
Carter, 2011). PDD can be defined as a "neurological disorder that leads to deficits in the
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child's ability to communicate, understand language, play, develop social skills, and
relate to others" (Kirk, Gallagher, & Anastasiow, 2000, p. 444). In other words, this
diagnosis may be given when an individual does not meet the criteria for any of the other
disorders under the ASD umbrella and may include social difficulties or atypical
behaviors (Johnson & Carter, 2011). Rett syndrome is a neurodegenerative disorder that
appears by the age of four and results with a shrunken head, or microcephaly, and the loss
of motor skills (Filipek et al., 1999; Johnson & Carter, 2011). Individuals with Rett
syndrome lead a typically developed life followed by an unforeseen regression in
development (Johnson & Carter, 2011). Unlike the previously mentioned disorders, Rett
syndrome is a disorder associated only with females (Johnson & Carter, 2011).
According to the well-established DSM-V diagnosis of ASD, Asperger's
syndrome is one of the syndromes that falls within the ASD umbrella due to deficits in
social communication, but whose symptoms do not otherwise meet criteria for ASD
(Center for Disease Control and Prevention, 2014). Asperger's syndrome has been
previously labeled as high functioning autism (Gallagher & Gallagher, 2002). With
Asperger's syndrome, individuals generally have poor social skills but do not show
extensive cognitive or language difficulties (Burnett & Jellema, 2013; Hill & Frith, 2003;
Johnson & Carter, 2011). Typically, individuals with Asperger's syndrome have average
to superior intelligence and have normally developed language (Gallagher & Gallagher,
2002; Montgomery, Stoesz, & McCrimmon, 2012; Sansosti & Sansosti, 2012). They
develop interests in specific areas and typically excel in that area (Montgomery et al.,
2012).

11

Currently, ASD is one of the most common childhood disabilities and is no longer
considered a rare disorder as the diagnosis of ASD has dramatically increased over the
past decade (Baker, 2004; Barton, Mathieu, & Fein, 2012; Harrison et al., 2006). In 2000,
one in 150 children was identified as having ASD as compared to one in 68 in 2010
(Center for Disease Control and Prevention, 2014). The number of students diagnosed
with ASD has increased and represents the fastest growing category of students classified
as having a special need (Barnhill , Polloway, & Sumutka, 2010; Hui Min & Lay Wah,
2011; Moores-Abdool, 2010; Ooi, Rescorla, Ang, Woo, & Fung, 2011). ASD is more
prevalent in the male population than in females by a ratio of four to one (The National
Autistic Society, 2014). At the time of this writing, research targeting females with ASD
is minimal, but the possible causes of the gender gap may be attributed to the milder
presence of characteristics of ASD in females (McKnight & Culotta, 2012). The risk of
birthing a child that will develop ASD is identical in all ethnic and socioeconomic
categories (Crosland & Dunlap, 2012; Kang-Yi, Grinker, & Mandell, 2013; Morrier,
Hess, & Heflin, 2008). Early identification of ASD is imperative between the age of 18
months and four years of age in order to potentially have the most positive impact on the
child's life (Filipek et al., 1999; Vaness, Prior, Bavin, Eadie, Cini, & Reilly, 2011).
Identifiable reasons for the cause of ASD are unknown, but several possible
factors include genetics, environmental factors, and family history of members with ASD
(American Psychiatric Association, 2014). Researchers are unsure whether or not the
increase is due to the criteria for diagnosis (Baker, 2004; Harrison et al., 2006; Johnson &
Carter, 2006; Ooi et al., 2011). One suggestion for the rise of ASD is that students who
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would have previously been diagnosed with an intellectual or other disability now fall
under the umbrella of ASD (Moores-Abdool, 2010).
Individuals with ASD typically possess abnormalities such as awkwardness in
social settings, repetitive behaviors, aggressive or self injurious behaviors, and obsessive
interests that may all but take over their lives (Burnett & Jellema, 2013; McKnight &
Culotta, 2012). ASD begins in childhood, resulting in a lack of social skills and delayed
or abnormal communication skills (American Psychiatric Association, 2014; Bushwick,
2001; Ooi et al., 2011; Vaness et al., 2011; White, Scahill, Klin, Koenig, & Volkmar,
2007). Individuals with ASD have a lack of motivation to interact with other people and
typically have a desire to be alone and thrive in a consistent environment (Barnhill et al.,
2010; Hill & Frith, 2003; Kanner, 1979; Morrier et al., 2008; Wolfberg, Bottema-Beutel,
& DeWitt, 2012). The lack of social interactions leads individuals with difficulties in
understanding other people's perspectives, and they can seem awkward in social settings
(Gallagher & Gallagher, 2002; Kirchner, Schmitz, & Dziobek, 2012; Montgomery et al.,
2012). The need for consistency, routine, and repetitive patterns is evident with
individuals with ASD (Bushwick, 2001; McKnight & Culotta, 2012; Ooi et al., 2011). In
summary, individuals with ASD may possess characteristics that would be categorized as
socially inappropriate (Burnett & Jellema, 2013).
Individuals with ASD have varied social, communication, and behavioral needs
which can lead to self-injurious or aggressive behaviors toward themselves or others
(Barnhill et al., 2006; Ferrailoi & Harris, 2011; Park, Yelland, Taffe, & Gray, 2012).
These behavior problems have been linked to communicative functions such as
avoidance, gaining objects, or gaining attention (Ferrailoi & Harris, 2011; Park et al.,
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2012; Sansosti & Sansosti, 2012). It is not uncommon for individuals with ASD to be
involved with functional communication training to help modify unwanted behaviors
(Park et al., 2012). Students with ASD are increasingly included in the general education
population, leaving the general education teacher to provide educational and behavioral
support for them (Ferrailoi & Harris, 2011; Gouvousis et al., 2010). Each student with
ASD displays unique needs, making it challenging for teachers who work with students
in this population (Morrier, Hess, & Heflin, 2011).
Students with ASD may be less accepted than a typical peer; they tend to have
sparse friendships with typically developing peers and have difficulty in social situations
(Chamberlain, Kasari, & Rotheram-Fuller, 2007; Gallagher & Gallagher, 2002;
Montgomery et al., 2012; White et al., 2007). Difficulties with social situations and
sparse friendships often leave individuals feeling misunderstood (Foley Nicpon, Allmon,
Sieck, & Stinson, 2010). Students tend to have more difficulty with most academic
situations than typical peers (Assouline, Foley Nicpon, & Dockery, 2012; Wolfberg et al.,
2012).
Pre-Service Teachers
Educational researchers suggest that the attitudes of pre-service teachers can
influence their professional practice in an inclusive classroom setting (Mdikana,
Ntshangase, & Mayekiso, 2007; Woodcock et al., 2012). One of the primary indicators of
a successful inclusion program is the teacher's attitude toward inclusion (Sari et al., 2009;
Sharma et al., 2006). Pre-service teachers with more positive attitudes toward inclusion
have had more confidence when working with students with disabilities (Campbell et al.,
2003; Ruble, Usher, & McGrew, 2011; Woodcock et al., 2012). Pre-service teachers'
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attitudes toward inclusion have been shown to be more positive when they have
experienced and possess knowledge of inclusive practices (Forlin et al., 2011).
Some of the first researchers who examined the attitudes of teachers related to
students with special needs were Avramidis et al. (2000). These authors examined the
attitudes of general education teachers toward the inclusion of children with special needs
(Avramidis et al., 2000). These authors developed a survey which sought to answer the
following questions and distributed it to a sample of 81 primary and secondary teachers:
1) What were the mainstream teachers' attitudes to the general concept of
inclusion as opposed to integration; 2) to what extent did significant differences
in attitude exist among the various subgroups of teacher under investigation; 3)
what was the relationship of attitudes to independent variables such as gender,
age, grade level taught, type of school, class size; 4) to what extent did
training...lead to more positive attitudes; and 5) to what extent did previous
active experience of inclusive education lead to more positive (or negative)
attitudes toward inclusion? (Avramidis et al., 2000, p. 195)
These researchers aimed to discover indications of general attitudes of the teacher
population towards inclusion and "sought also to identify barriers to the successful
implementation of an inclusive policy, with particular reference to the support systems
that were currently available" (Avramidis et al., 2000, p. 195). Results indicated that
teachers who had been continuously implementing inclusive programs and were actively
experiencing teaching in an inclusive setting, tended to possess more positive attitudes. In
addition, researchers found that professional development was important in developing
positive attitudes toward inclusion (Avramidis et al., 2000). It was also noted that the
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types of disabilities can influence the attitudes toward inclusion, with more positive
attitudes toward including students with learning disabilities as opposed to students with
more comprehensive disabilities such as ASD (Avramidis et al., 2000; Golmic & Hansen,
2012; Levins, Bornholt & Lennon, 2005; Segall & Campbell, 2012).
A more recent study by McCray and McHatton (2011) discussed the growing
movement toward educating students with disabilities in general education settings and
emphasized the need for all teachers to be prepared to teach all learners. These authors
felt that because general educators were required to take more active roles in teaching
students with disabilities, they must be prepared to carry out teaching tasks effectively.
McCray and McHatton also emphasized that teacher preparation and experiences must
address perceptions that will have an impact on their performance and ultimately
outcomes of the students in an inclusive classroom setting. Their study results sought to
shed light on three questions:
1) What are the perceptions of elementary and secondary education majors toward
the inclusion of SWD in their classrooms prior to and after taking an course on
integrating exceptional students; 2) is there a difference in perception about
inclusion between elementary education majors and secondary education majors;
and 3) what are the perceptions of general education majors about their own
professional development and continued needs as a result of taking a course on
integrating exceptional students? (p.139)
This study was conducted at an urban research based university in the
Southeastern United States where participants were enrolled in a course discussing the
integration of students with special needs into general education settings (McCray &
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McHatton, 2011). The sample comprised of undergraduate elementary education majors
(n = 77) and secondary majors (n = 38). This is a required course for both undergraduate
programs, and most students take the course toward the end of their program (McCray &
McHatton, 2011). Data collection occurred during the beginning of the course before any
course content was distributed in order to gather student perceptions before they were
influenced as a result of the course design. Data collection also occurred at the end of the
course in order to investigate how the perceptions of pre-service teachers regarding
inclusion may have changed (McCray & McHatton, 2011). It is noted that only the
participants who had data for both collections were included in the analysis. The
instrument consisted of 1) 22 Likert scale questions addressing perceptions of pre-service
teachers and 2) five open-ended questions (McCray & McHatton, 2011). A dependent ttest was conducted to test for any significant discrepancies from the two data collections.
Results indicated that perceptions toward inclusion were more positive the second time
(M = 4.31) as compared to the first time (M = 3.94). A repeated measures ANOVA was
also conducted to determine if there were any significant differences in perception
between the undergraduate elementary and secondary majors (McCray & McHatton,
2011). The ANOVA showed results that were not significant which may have been
influenced by the differences in sample sizes within each group (McCray & McHatton,
2011). Results indicated that even though participants were more positive toward
inclusion at the end of coursework, both elementary and secondary teachers did not agree
or were undecided "…when asked if they believe most SWDs could be educated in
general education classrooms" (McCray & McHatton, 2011, p. 141).
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The qualitative results suggested that pre-service teachers were aware of aspects
of inclusion. In addition, a small number felt prepared to meet the needs of students with
disabilities in their own classroom. McCray and McHatton (2011) noted a concern with
pre-service teachers saying that they are willing to implement inclusion to include
students with disabilities, but they still view this with deficits as they possibly responded
with a sense of compliance rather than affirmation of the strengths of students with
disabilities (McCray & McHatton, 2011). This leaves researchers concerned with
students' educational experiences. An implication noted was that the pre-service teachers,
whether intentional or not, seemed to provide answers that were socially acceptable
(McCray & McHatton, 2011).
Because of the increased movement toward fully including all students within a
general education setting and the increased number of students diagnosed with ASD, it is
imperative to address pre-service teachers' perceptions toward including students with
ASD in a general education setting so that this information can be used to outline content
appropriately within teacher preparation programs (McCray & McHatton, 2011; Vakil,
Welton, O'Connor, & Kline, 2008). Both positive and negative perceptions affect the
outcomes of successful teaching practices and experiences (Forlin et al., 2011; McCray &
McHatton, 2011).
A study by Mdikana et al. (2007) examined the success of inclusion in relation to
the attitudes and beliefs of general educators toward inclusion. Throughout their study,
pre-service teachers' attitudes toward inclusive practices were quantitatively investigated.
Participants were fulltime students at the University of Witwatersrand in Johannesburg.
The 22 participants completed a questionnaire "…comprised of the following sections:
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Biographical details, Attitudes towards inclusive education, Requirements for
competency, Requirements for successful inclusion, and Attitudes toward learners with
Special Needs" (Mdikana et al., 2007, p. 125). The findings of Mdikana et al., (2007)
suggested addressing pre-service teachers' attitudes is imperative for successful
implementation of inclusive practices. In general, the participants were found to have
positive attitudes toward inclusive education (Mdikana et al., 2007).
Conversely, pre-service teachers with negative attitudes may be less likely to be
willing to utilize multiple strategies during instructional time in order to meet the diverse
needs of all students in a general education setting (Alghazo, Dodeen, & Algaryouti,
2003; Campbell et al., 2003; Levins et al., 2005; Sharma et al., 2006). Negative attitudes
can arise from a lack of teacher preparation and addressing teachers' attitudes (Avramidis
et al., 2000). Therefore, teacher education programs should consider and address preservice teachers' attitudes regarding inclusive practices (Alghazo et al., 2003; Forlin &
Chambers, 2011; Sharma et al., 2006). In general, pre-service teachers' attitudes
pertaining to inclusion include the foundations of a willingness to address challenges,
such as teaching students with ASD (Busby et al., 2012). Researchers have discovered
that positive attitudes are just as important as meaningful, quality teacher education
because they are both strong predictors for successful teaching (Forlin & Chambers,
2011).
Perceptions of self-efficacy have impacts on teachers' abilities to take on
challenges in the classroom (Busby et al., 2012; Segall & Campbell, 2012). Self-efficacy
can be defined as a person's belief in one's own ability to be successful (Ahsan et al.,
2012; Ruble et al., 2011; Sari et al., 2009; Woodcock et al., 2012). Similarly to pre-
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service teachers' attitudes, there is a link between pre-service teachers' perceptions of
their self efficacy and their attitudes toward including students with ASD in a general
education setting (Ahsan et al., 2012). Pre-service teachers who have a combination of
both positive attitudes and higher levels of self efficacy are more confident in their
abilities and tend to stay in the teaching profession longer than those who feel negative
and less confident or negative (Ruble et al., 2011).
A study in Bangladesh reported on pre-service teachers' preparedness for
inclusive education through measuring their teaching efficacy, concerns, and attitudes
toward inclusive education practices (Ahsan et al., 2012). Researchers utilized two
standardized scales with 1,623 pre-service teachers from 16 teacher education programs.
The findings of Ahsan et al. (2012) indicated that factors such as "length of training,
gender, interaction with persons with disabilities, knowledge about local legislation, and
level of training involved had significant relationship with participants; perceived
teaching efficacy, attitudes, and concerns" (p. 2). In addition, pre-service teachers who
possessed higher self-efficacy showed lower levels of concern toward inclusive education
(Ahsan et al., 2012).
Another study suggests that self-efficacy levels, as well as positive attitudes
increase when pre-service teachers have participated in effective teacher education
programs (Ahsan et al., 2012). In general, a lack of self-efficacy can be a primary cause
of ineffective teaching practices (Busby et al., 2012). Consequently, higher levels of selfefficacy lead teachers to take initiatives and set higher goals for all students (Ahsan et al.,
2012; Ruble et al., 2011; Segall & Campbell, 2012). Overall, one of the most influential
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factors of a successful inclusive program is the pre-service teacher's attitude toward
inclusion (Sari et al., 2009; Sharma et al., 2006).
A study conducted by Barnhill et al. (2010) focused on the nature and type of
preparation for educators working with students diagnosed as having ASD. Participants
in this study included faculty from 87 institutions of higher education in 34 states. The
purpose of conducting this study was to:
(a) determine the prevalence of programs training teachers in this area; (b)
identify the nature of the autism specific coursework and programs currently
being offered (e.g., the motivation for developing these courses, the number of
such courses offered); and (c) as certain the topics included in ASD coursework
and the depth at which these topics are addressed. (p. 75)
This study indicated that all but two of the 87 schools offered degrees in special
education, more frequently at the graduate level (Barnhill et al., 2010). Other related
areas of concentrations offered at two programs were in speech language therapy and
occupational therapy (Barnhill et al., 2010). Forty-one percent (n = 87) of the higher
education institutions did not offer courses specific to ASD. However, 14 of these
institutions indicated that ASD was addressed or integrated within other coursework
which included one to six courses offered to both graduate and undergraduate students
with the majority of the coursework (77%) having only been established from one to
seven years (Barnhill et al., 2010). Forty-four institutions, or 51% of respondents,
indicated that their state had not developed a list of ASD competencies for professionals.
Although there has been an increase in developing preparation programs in the area of
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ASD, there continues to be significant variance in the context of the programs (Barnhill
et al., 2010).
The attitude, perception, and self-efficacy of pre-service teachers are influenced
by the amount of knowledge they possess going into the field of education (McCray &
McHatton, 2011; Sharma et al., 2006; Woodcock et al., 2012). Pre-service teachers with
increased special education experience, qualifications, and course work tended to have
more positive attitudes (Segall & Campbell, 2012) and perceptions toward inclusive
teaching practices than pre-service teachers with less experience (Brackenreed & Barnett,
2006).
Teacher Education Programs
Teacher education programs should prepare pre-service teachers with the
classroom management and teaching skills necessary to succeed (Brackenreed & Barnett,
2006; Busby et al., 2012; Gartin et al., 2001). Programs should provide training and
coursework that involves inclusion and experiences working with students diagnosed
with ASD (Sari et al., 2009). Given the rise in ASD and the inclusion movement, teachers
should be given opportunities to learn about the disorder prior to starting their careers.
Preparing teachers for the demands in the school systems is challenging but necessary in
order to produce more effective teachers (Forlin & Chambers, 2011;Williams & Alawiye,
2001).
Currently, many teacher education programs do not focus on social and academic
needs for students with ASD (Morrier et al., 2011). Therefore, pre-service teachers may
not be adequately prepared to teach students with varying spectrums of abilities (Morrier
et al., 2011). Because of the shift in classroom population dynamics, teacher education
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programs may need to examine their curricula in order to ensure that teachers are
prepared to teach students with ASD in a general education setting (Forlin & Chambers,
2011). For the most part, pre-service teachers' attitudes and understanding of the modern
day classroom may be incomplete (Brackenreed & Barnett, 2006). Concerns have been
expressed regarding the need for improved teacher education programs to increase
resources and courses related to inclusion and teaching students with disabilities
(Campbell et al., 2003; Stephenson, O'Neill, & Carter, 2012). In order to better prepare
teachers, teaching and working with students with ASD should be an integral part of
teacher education programs (Brackenreed & Barnett, 2006). Programs are being
redefined, and "the climate for integrating special education directly into the pre-service
curriculum is more open than at any time in the past" (Pugach et al., 2011, p. 195).
Effective teacher education programs should produce more effective teachers who
can adapt to work with all students (Williams & Alawiye, 2001). Programs should
examine course content in order to provide pre-service teachers with the preparation and
experience before entering a diverse, inclusive setting (Forlin & Chambers, 2011).
Methods of teaching all students and student management should be an integral part of
teacher education programs by way of meaningful experiences through practice
(Brackenreed & Barnett, 2006; Pugach et al., 2011; Williams & Alawiye, 2001). Preservice teachers, through meaningful practice, should be presented with the tasks of
teaching while gaining more exposure to students with disabilities. The number and types
of special education courses pre-service teachers participate in may contribute to
predictions of their success in an inclusive setting (Ahsan et al., 2012; Morrier et al.,
2011). Due to the lack of experiences, pre-service teachers may need to develop a better
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understanding of teaching to a diverse group of students, and they may have difficulty
incorporating pedagogical content knowledge into their planning and teaching due to the
lack of hands on experience with applying the appropriate methods (Hanline, 2010;
Hodge & Jansma, 2000; Morrier et al., 2011; Rust & Sinelnikov, 2010).
Practicum and field experiences should be an effective use of time for pre-service
teachers (Sari et al., 2009). Field experiences are very important for effective teacher
education and preparation (Gartin et al., 2001; Hanline, 2010; Macy, Squires, & Barton,
2009). When pre-service teachers are placed in a practicum setting, the teaching
philosophies should align with those of the teacher education program (Macy et al.,
2009). With aligned teaching philosophies, pre-service teachers will have opportunities to
experience realistic situations in an applied setting (Forlin et al., 2011; Macy et al., 2009).
Pre-service teachers need to be presented with opportunities to complete tasks ranging
from simple to complex across all curricular areas (Forlin & Chambers, 2011; Hanline,
2010; Macy et al., 2009). Additionally, pre-service teachers should receive constructive
feedback from experienced and effective classroom teachers (Macy et al., 2009). Preservice teachers need opportunities to reflect on their practice in the practicum setting and
should experience meaningful interactions that can positively affect the perceptions of
pre-service teachers (Gartin et al., 2001; Hanline, 2010).
Many pre-service teachers feel unprepared to teach students with disabilities
(Campbell et al., 2003). In order for pre-service teachers to be more successful in the
classroom, teacher education programs should fully support candidates so that they will
be successful in their teaching (Williams & Alawiye, 2001). Limited applicable empirical
research regarding teacher preparation suggests that pre-service teachers may be
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inadequately prepared to teach (Forlin & Chambers, 2011). Pre-service teachers may be
concerned about deficiencies within teacher preparation programs that have left them
feeling unprepared to work with students with disabilities (Campbell et al., 2003; Forlin
et al., 2011; Sari et al., 2009; Sharma et al., 2006). Pre-service teacher education, along
with continuing professional development, has been shown to be essential for successful
inclusive practices (Alghazo et al., 2003; Mdikana et al., 2007). Pre-service teachers'
perceptions can be affected by their training experiences and lack of exposure to students
with disabilities (Forlin et al., 2011; Hanline, 2010). Effective teacher education
programs that require pre-service teachers to work with students with ASD have resulted
in longer teacher retention (Ruble et al., 2011). Given the increase of students diagnosed
with ASD, the implementation of the inclusion movement, and teachers' perceptions
toward inclusion, the study of pre-service teachers' perceptions of ASD and knowledge of
disabilities should be examined to possibly identify any discrepancies or correlations.
One study by Ross and Cuskelly (2006) aimed to investigate the knowledge of
ASD related to siblings of children with ASD by answering three questions:
1) What stressors are commonly experienced by the siblings of children with
ASD; 2) what coping strategies do children use to deal with these situations; and
3) what associations exist between children's adjustment and the coping strategies
they use and their knowledge about their sibling's disorder? (Ross & Cuskelly,
2006, p. 79)
The participants consisted of 25 typically developed children and adolescence
from two parent households who had a sibling with ASD, and their mothers. The
typically developed children's ages ranged from 8-15 with an average of 10.64.
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Researchers used four instruments in order to gather an overall knowledge score of ASD
related to siblings of children with ASD: Gilliam Autism Rating Scale (GARS; provided
information on the severity of disability), Child Behavior Checklist (CBCL; gathers
information on the children's behavior problems), Knowledge of Autism/Asperger
Syndrome (KAAS; knowledge of ASD), and Kidscope (self-report measure of coping
strategies; Ross & Cuskelly, 2006). The procedures included the researchers visiting the
homes of the participants, administering the GARS and CBCL to the mothers, and
administering the Kidscope and KAAS to the participating sibling (Ross & Cuskelly,
2006). The participating siblings' scores on the KAAS indicated an understanding of their
sibling's (with ASD) condition (M = 14.12) with an average of 66% of the questions
answered correctly (Ross & Cuskelly, 2006). Additionally, it was found that siblings of
children with ASD had significant adjustment problems, placing them in an at-risk
category. Aggression was identified as the most common stress factor regarding sibling
interaction with 84% reporting it as a factor (Ross & Cuskelly, 2006). After investigating
the relationship between the psychological adjustment of typically developed siblings and
their knowledge of ASD, it was found that these two factors were unrelated. These
researchers suggested that this may be due to siblings' categorization on the CBCL of atrisk (Ross & Cuskelly, 2006). Siblings of children with ASD may be at an increased risk
of developing internalized behavior problems with unknown contributing factors of
which may include genetic predisposition (Ross & Cuskelly, 2006).
This literature review focused on pre-service teachers' perceptions toward
including students with ASD in a general education setting and how knowledge of ASD
and inclusion in general may affect teacher success when teaching within an inclusive
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setting. An emerging concern is that pre-service teachers' perceptions may be affected by
their knowledge of specific disabilities as they progress through a teacher education
program. Today's classrooms and expectations of inclusionary practices are evolving to
include even more students with disabilities and more specifically, students with ASD
within general education settings.
The purpose of this study, therefore, was to investigate the perceptions of dual
licensure pre-service teachers attending a teacher education program designed to provide
preparation to become licensed in both general and special education. This researcher
sought to gain insights into these pre-service teachers' perceptions toward including
students with ASD in a general education setting as it relates to their knowledge of ASD
in general. This will extend previous studies by McCray and McHatton (2011) and Ross
and Cuskelly (2006). Research will be completed by gathering data within the specific
university's teacher preparation program and then analyzing the results while answering
the three research questions: 1) What are dual licensure pre-service teachers' perceptions
toward including students with specifically ASD in a general education setting; 2) what is
the level of pre-service teachers' knowledge of ASD; and 3) are there any correlations
between the perception and knowledge scores?
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Chapter 3
Methods
Using a quasi-experimental research design, the present study was based on
results of a survey generated through Qualtrics©. Qualtrics© is a private research
software company which enables users to develop various methods of online data
collection and analysis. The survey consisted of 17 multiple choice and 20 true/false
questions (see Appendix A for survey). The first five questions were demographic in
nature. The next set of 17 multiple choice, Likert scale questions dealt with perceptions
of including students with ASD in a general education setting. The last set of 20 true/false
questions dealt with the knowledge of ASD. Survey questions were specifically designed
toward gathering an overall consensus about pre-service teachers' perceptions toward
including students with ASD in a general education classroom and to gain a better
understanding of respondents’ overall knowledge of critical aspects of ASD by answering
these three questions: 1) What are dual licensure pre-service teachers' perceptions toward
including students with specifically ASD in a general education setting; 2) what is the
level of pre-service teachers' knowledge of ASD; and 3) are there any correlations
between the perception and knowledge scores? This instrument was utilized to collect
data over an approximate two month period between March and April during the spring
2015 academic semester.
Participants
Participants were current undergraduate students in a teacher education program
that resulted in obtaining a dual licensure upon graduation (Special education K-12 and
General Education K-6) at one mid-southern university. Following approved procedures
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and with appropriate oversight from the target university’s Institutional Review Board for
the protection of human subjects, contact was made with the admissions office in the
University’s College of Education at the target university to find out the population size
of undergraduate students enrolled in the teacher education program at the undergraduate
level (N = 61). This particular set of participants was then recruited as a sample of
convenience due to their location and relative ease with which they could be contacted in
an effort to recruit them for participation in this study. Participants were recruited through
an email campaign and through in person recruitment presentations. Participants were
also given a chance of winning one of two $25.00 general merchandise gift cards in a
random drawing as an incentive to participate. Following the collection of survey data
from voluntary participants, responses were analyzed using the statistical software
package, SPSS© version 21.
Instruments
The main research instrument (see appendix A) consisted of a set of 1)
demographics questions (categorical data), 2) perceptions of inclusion of students with
ASD measured in a Likert-scale component, and 3) measuring knowledge of students
with ASD (scaled score) component. Demographic categorical variables included gender
(male or female), race and ethnicity (American Indian, Asian, Black/African American,
Hispanic/Latino, Native Hawaiian or Pacific Islander, and White), highest completed
year of education (freshman, sophomore, junior, senior, or fifth year senior), and
past/present enrollment in a course discussing students with ASD (yes or no).
Demographic information for gender and race was gathered in order to have a better
understanding of who the participants were. The highest completed year of education was
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needed in order to determine whether or not students' perceptions and knowledge
regarding ASD differed based on their educational level. Participants were also asked
about their enrollment in a course that discussed students with ASD. This information
was needed in order to determine whether or not the students' enrollment in a course
discussing ASD changed the overall perception and knowledge regarding students with
ASD.
The perception-based questions, measured with a Likert scale, were adapted with
the original authors' permissions from those used in the following empirically researched,
peer reviewed article: "Less Afraid to Have them in My Classroom": Understanding PreService General Educators' Perceptions About Inclusion (McCray & McHatton, 2011).
The questions were slightly modified from the original version (McCray & McHatton,
2011) by exchanging terms such as "exceptional needs" and "special needs" with
"autism" in order to better support the specific research question geared toward gathering
an overall consensus of pre-service teachers' perceptions of including students with
autism in a general education setting. Within the original survey used by McCray and
McHatton (2011), they calculated a Cronbach's alpha to test the validity of their original
instrument which resulted in a reliability of .905.
The modified McCray and McHatton (2011) questions and Likert scale response
choices on the attitude questions of the survey were examined to determine a scaled level
of comfort regarding the inclusion of students with ASD in an inclusive general
education environment: Strongly Agree = 5 points, Slightly Agree = 4 points, Undecided
= 3 points, Slightly Disagree = 2 points, and Strongly Disagree = 1 point. The researcher
used the same method to calculate the scaled perception scores as the original author of
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the instrument. This method follows that used in the original McCray and McHatton
instrument methods and is based on the long standing use of Likert scale questions.
Likert (1932), developed a scale designed to quantitatively measure attitudes, character
and personality traits. The use of Likert scale data as interval scale data for quantitative
analysis has enjoyed a long history of use in the social sciences (Boone & Boone, 2012)
and thus the Likert-scale data obtained from the perceptions survey responses were
combined on an individual respondent basis to form an individual perception score for
use in quantitative analysis. (See questions 6-17 in Appendix A)
The last set of the survey questions focused on gaining an understanding of the
level of pre-service teachers' knowledge regarding the general characteristics of ASD.
The survey was comprised of true and false questions aimed at gathering an overall
consensus regarding pre-service teachers' knowledge of students with ASD. These
questions were slightly modified with permission from those used by Ross and Cuskelly
(2006) now known as the Knowledge of Autism/Asperger Syndrome (KAAS)
instrument. The KAAS consists of questions that cover aspects of ASD such as course,
prevalence, cognitive ability, and associated characteristics (Ross & Cuskelly, 2006).
Higher scores, or the number of correct responses, indicate a greater level of knowledge
of ASD.
For this study, only the portion of the KAAS in regards to autism was utilized
after permission was obtained from the original author. This portion, with a Cronbach’s
alpha of .67 on Ross and Cuskelly’s original study, was chosen in order to gain a better
understanding of pre-service teachers' knowledge of ASD in comparison to their
perception of ASD. Only this portion of the KAAS was utilized because the other portion
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focused on knowledge pertaining to Asperger’s Syndrome. For this study, the aim was to
gather an overall measure of perception and knowledge encompassing all disorders
within the autism spectrum rather than focusing on one in particular such as Asperger’s.
Pre-service teachers were asked to rate their knowledge of students with autism as
either true or false. Higher scores indicated greater knowledge of autism. The original
scale used the word "children" in the questions which were changed to "students" as it
better related to pre-service teachers. For question number 23, the word "school" was
exchanged for "academics" and exchanged "be autistic" for the phrase "have autism" in
number 27 (see questions 18-37 in Appendix A).
Analysis
Section 1, consisting of participants' demographic information, was analyzed
through descriptive statistics to include percentages and frequency information.
Frequency counts for each categorical response were analyzed. An ANOVA was
conducted in order to determine any possible significance between knowledge scores or
between perception scores between demographic groups based on a participant’s current
level of education.
Choices for the 12 Likert-scale questions to discover how participants perceived
including students with ASD within inclusive settings were as follows: Strongly Agree
(5), Slightly Agree (4), Undecided (3), Slightly Disagree (2), and Strongly Disagree (1).
Questions 6-17, were analyzed using frequencies and discovering the mean, median,
mode, and range. An overall score for each respondent was also calculated by adding the
individual choices from the Likert scale responses with point values as noted above.
Choices for the third portion of the survey consisted of 20 true/false choices. For
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questions 18-37, the respondents' answers were graded as right or wrong and given a
score out of 20. Results were then analyzed using frequencies and identifying the mean,
median, mode, and range.
In order to answer the overarching question of this study, any possible correlation
was examined between a pre-service teacher's knowledge of ASD and their perceptions
of including students with ASD in a general education setting. The perception scores
from the Likert-scale questions were used along with each participant's paired knowledge
score to examine if any correlations between the two scores existed. In order to
investigate this hypothesis, a Pearson's r correlation coefficient calculation was utilized to
measure the strength of relationship between these two variables (Field, 2013). Any noted
correlation utilized the standard rules for any found correlation. When standardizing the
covariance, the result was a value between -1 and +1 (Field, 2013).
Reliability was also calculated using Cronbach's alpha, one of the most common
measures of reliability (Field, 2013). By analyzing the Likert scale data for reliability
using Cronbach's alpha, the variance within an item and the covariance between item(s)
were examined. Typically alpha values of .7 to .8 are considered reliable, but values as
low as .5 can be accepted depending on the context of research (Field, 2013). Categorical
frequencies will be reported for each question as well as aggregate frequencies by
demographics.
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Chapter 4
Results
Participants were current undergraduate students in the teacher education program
at the mid-southern university. The program offered coursework to help pre-service
teachers gain their initial teaching license or additional endorsements in both Special
Education (K-12; Mild Disabilities) and K-6 Elementary Education within the state in
which the university resides. The university's teacher education program works with
surrounding school systems to place students in field experiences and year-long
residencies.
Participants were recruited through two email campaigns and through one in
person recruitment presentations (n = 49). The sample number of participants represented
80.33% of the overall represented undergraduate pre-service teacher population (N = 61)
at the university in which the study took place. The survey took the participants
approximately 7 min. to complete. The length of the survey was found by examining each
participant's length of time to complete the survey then analyzing the data to find the
mean (M = 7).
Of the participants, 2% (n = 1) were male and 98% (n = 48) were female.
Participants’ race and ethnicity was made up of the following: Asian 2% (n = 1),
Black/African American 12% (n = 6), Hispanic/Latino 2% (n = 1), and White 84% (n =
41). The current levels of enrollment were as follows: Freshman 8% (n = 4), Sophomore
20% (n = 10), Junior 20% (n = 10), Senior 37% (n = 18), and 5th Year Senior 14% (n =
7). Participants’ experience on whether they had previously taken or are currently
enrolled in a course that discussed students with ASD were 86% (n = 42) yes and 14% (n
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= 7) no. Of the participants, 86% (n = 42) aspired to obtain a position as a general
educator while 14% (n = 7) aspired to become a special educator. When using ANOVA
to identify any significance between grade level groups with regard to knowledge, there
were no statistically significant differences between the group means as determined by
one-way ANOVA F(4,44) = 2.457, p = .165. Likewise, there was no statistically
significant difference between group means as determined by one-way ANOVA based on
their current levels of education with regard to perception scores F (4,44) = 1.707, p =
.059.
Results are indicated for the first research question: What are dual licensure pre-

service teachers' perceptions regarding the inclusion of students with specifically ASD in
a general education setting? With 93% responding slightly agree or above, a high
percentage agreed that including a student with autism will promote his/her
independence: Strongly Agree 69% (n = 34), Slightly Agree 24% (n = 12), Undecided six
percent (n = 3), Slightly Disagree 0% (n = 0), and Strongly Disagree 0% (n = 0).
When pre-service teachers were asked about the benefits of inclusion for all
students, a high percentage were agreeable for the following questions with specific
results for each scaled category listed in Table 1: 7) Students with autism will find it
easier to mix with their peers after leaving school if they have been taught together in
general education classrooms, 88% responded slightly agree or above. 8) The integration
of general students with autism into classes is beneficial to all pupils, 81% responded
slightly agree or above. 9) Inclusion offers mixed group interaction, which fosters
understanding and acceptance of difference, 94% responded slightly agree or above. 11)
Inclusion will give students with autism a better chance to readily fit into their
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community, 89% responded slightly agree or above. 13) The presence of students with
autism in a general classroom helps the typical child understand and accept them in
empathetic and realistic manner, 98% responded slightly agree or above.

Table 1
Perceptions of Inclusion as Beneficial for All Students
Likert Scale

Questions
7

8

9

11

13

Strongly

Slightly

agree

agree

55% (n =

33% (n =

27)

16)

61% (n =

21% (n =

30)

10)

80% (n =

14% (n =

39)

7)

71% (n =

18% (n =

35)

9)

57% (n =

41% (n =

28)

20)

Slightly

Strongly

Undecided

disagree

disagree

10% (n = 5)

2% (n = 1)

0% (n = 0)

12% (n = 6)

6% (n = 3)

0% (n = 0)

4% (n = 2)

0% (n = 0)

2% (n = 1)

9% (n = 4)

2% (n = 1)

0% (n = 0)

2% (n = 1)

0% (n = 0)

0% (n = 0)

Note. n = sample

When asked if participants would be willing to have a student with ASD in their
classroom, 85% responded slightly agree or above. When asked if students would be
successful in their classrooms if teachers had the help of outside supports or equipment,
93% responded slightly agree or above. Likewise, 98% of the participants responded
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slightly agree or above when it came to participating in training regarding topics on ASD.
When it came to the willingness of implementing accommodations and modifications in
their classrooms for students with ASD, 100% responded slightly agree or above.
Participants responded with a range of at least 85-100% slightly agree or above in
regards of willingness to implement inclusive practices for the following questions: 10)
As a teacher, I would be willing to have a student with autism in my classroom. 12) With
the help of experienced teachers, support services and special equipment, students with
autism can do well in a general classroom environment. 14) As a teacher, I would be
willing to take extra training so as to be better able to handle students with autism in my
classroom. 15) I am willing to make needed instructional adaptations for my students
with autism. Related to these specific questions, participants are also willing to make the
necessary adjustments to accommodate for students with ASD as displayed in Table 2.

37

Table 2
Willingness of Inclusive Practices
Likert Scale
Strongly

Slightly

agree

agree

73% (n =

12% (n =

36)

6)

71% (n =

22% (n =

35)

11)

84% (n =

14% (n =

41)

7)

82% (n =

18% (n =

40)

9)

Questions
10

12

14

15

Slightly

Strongly

Undecided

disagree

disagree

8% (n = 4)

5% (n = 2)

2% (n = 1)

7% (n = 3)

0% (n = 0)

0% (n = 0)

2% (n = 1)

0% (n = 0)

0% (n = 0)

0% (n = 0)

0% (n = 0)

0% (n = 0)

Note. n = sample size

In Table 3, participants were asked to respond to the following questions: 16) I
believe inclusion is a desirable practice. 17) I believe most students (regardless of the
level of their disability) can be educated in a general education classroom. Of the
respondents, 92% believed that inclusion was a desirable practice, yet only 72% actually
believed that most students (regardless of their level of disability) could be educated in a
general education classroom.
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Table 3
Perceptions of Inclusion
Likert Scale
Strongly

Slightly

agree

agree

65% (n =

27% (n =

32)

13)

31% (n =

41% (n =

15)

20)

Questions
16

17

Slightly

Strongly

Undecided

disagree

disagree

4% (n = 2)

4% (n = 2)

0% (n = 0)

8% (n = 4)

18% (n =

2% (n = 1)

9)

Note. n = sample size

In regards to the second research question, each participant was scored on the
number of correct responses: What is the level of pre-service teachers' knowledge of
ASD? Overall aggregate mean scores and aggregate mean scores by demographic
variables were calculated using the following scale based questions: For the second
portion of the survey, participants were asked to respond with a true and false format
based on their current understanding of autism.
For questions 18- 37, participants were asked true and false questions pertaining
to their knowledge of ASD surrounding the following topics: social, academic, and
behavior. Overall, the mean score of knowledge was M = 15.73 out of a possible score of
20. The responses to the statements are displayed in Table 4 for the following questions:
18) More girls have autism than boys. 19) Many students with autism get upset if there
are changes to routines at home or school (e.g., usually on Tuesday's they go swimming,
but one day they can't). 20) All students with autism deliberately hurt themselves. 21) All
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students with autism will become adults who have a job and live on their own (i.e., be
independent). 22) Autism is more common in families who have a history of the disorder
(e.g., more likely to have autism if grandparents have autism). 23) Most students with
autism do very well with academics. 24) Students with autism don't seem to know how
other people are feeling (e.g., they can't tell when you are feeling angry or sad). 25) You
can "catch" autism from children who have it- it's a disease like chickenpox. 26) Many
students with autism have problems looking at you in the eye when you are talking to
them. 27) All students with autism will eventually "grow out" of the disorder and no
longer have autism as adults. 28) Some students with autism sometimes get upset by
different noises or when they are touched by people. 29) All students with autism can talk
well. 30) Most students with autism prefer to play on their own. 31) Some students with
autism move their body in unusual ways- e.g., flap their hands. 32) Many students with
autism spend lots and lots of time on specific activities or things that interest them (e.g.,
Tom spends hours and hours playing with his train set). 33) Many students with autism
don't make friends. 34) Some students with autism repeat words or phrases that they have
heard over and over again. 35) Students with autism usually enjoy playing games with
other children. 36) All students with autism are good at making friends. 37) All students
with autism generally like to share their interests or enjoyment in activities with other
people.
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Table 4
Knowledge of ASD
Responses
Questions

True

False

18

0% (n = 0)

100% (n = 49)

19

100% (n = 49)

0% (n = 0)

20

0% (n = 0)

100% (n = 49)

21

20% (n = 10)

80% (n = 39)

22

39% (n = 19)

61% (n = 30)

23

69% (n = 34)

31% (n = 15)

24

63% (n = 31)

37% (n = 18)

25

0% (n = 0)

100% (n = 49)

26

88% (n = 43)

12% (n = 6)

27

0% (n = 0)

100% (n = 49)

28

100% (n = 49)

0% (n = 0)

29

4% (n = 2)

96% (n = 47)

30

76% (n = 37)

24% (n = 12)

31

94% (n = 46)

6% (n = 3)

32

98% (n = 48)

2% (n = 1)

33

43% (n = 21)

57% (n = 28)

34

98% (n = 48)

2% (n = 1)

35

33% (n = 16)

67% (n = 32)

36

4% (n = 2)

96% (n = 47)

37
35% (n = 17)
65% (n = 32)
Note. n = sample size; bold indicates correct answer
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Measures of central tendency were computed to summarize the data for preservice teachers’ perceptions toward the inclusion of students with ASD in a general
education setting. Measures were computed in order to understand the variability of
scores for the scaled attitudes and to answer research question: 1) What are dual licensure
pre-service teachers' perceptions toward the inclusion of students with ASD in a general
education setting? Questions related to pre-service teachers’ scaled perception were
numbers 6-17. Both the medians and modes were equal to 5. The means ranged from
2.80- 3.82 with specific means for each question shown in Table 5.

Table 5
Central Tendencies for Research Question 1 (perceptions)
Central Tendencies
Questions
Mean
Median
Mode
6
3.63
5
5
7
3.41
5
5
8
3.37
5
5
9
3.69
5
5
10
3.51
5
5
11
3.59
5
5
12
3.65
5
5
13
3.55
5
5
14
3.82
5
5
15
3.82
5
5
16
3.53
5
5
17
2.80
3
3

Since both the median and mode scores were mostly equal to five for the scaled
perception questions, it is evident that a high percentage of participants indicated that
they strongly agreed with the practice of inclusion of students with ASD in a general
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education setting. An outlier was present in the analysis with the following scale based
question: I believe most students (regardless of the level of their disability) can be
educated in a general education classroom. This question resulted in a mean and mode of
only 3.
Measures of central tendency were computed to summarize the data for preservice teachers’ knowledge level pertaining to ASD. Measures were computed in order
to understand the variability of scores for pre-service teachers’ knowledge regarding
ASD and to answer research question 2) What is the level of pre-service teachers'
knowledge of ASD? Questions related to pre-service teachers’ knowledge of ASD were
numbers 18-37. Participants were given the choices of true and false for each question.
During data analysis, scores were graded and participants were given a score out of 20 in
order to achieve measures of central tendency.
The range of knowledge scores were between ten-19 with a median of 16 and a
mode of 17. Given that the highest possible score on the knowledge portion of the
questionnaire was 20 and the mean score was 15.73, it is evident that most of the preservice teachers have a high percentage of knowledge regarding ASD. Scores were based
on pre-set criteria of obtaining correct or incorrect answers. Analysis results in evidence
which shows that pre-service teachers have a high percentage of perception toward the
inclusion of students with ASD in a general education setting as well as having a high
percentage of knowledge regarding ASD.
A Pearson correlation was computed in order to determine any possible
relationship between pre-service teachers’ perception regarding inclusion and knowledge
regarding ASD for research question 3) Are there any correlation between the perception
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and knowledge scores? This calculation indicated that a positive correlation between
perception and knowledge, which was statistically significant (r = .361, n = 49, p <
.005). The Likert scale portion of the survey instrument (perception) had a high level of
internal consistency as determined by a Cronbach’s alpha of .737.
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Chapter 5
Discussion
After completing the data analysis from the participants’ responses, the following
central research questions were answered: 1) What are dual licensure pre-service
teachers' perceptions toward including students with specifically ASD in a general
education setting; 2) what is the level of pre-service teachers' knowledge of ASD; and 3)
are there any correlations between the perception and knowledge scores?
It was found that the current perceptions of pre-service teachers toward including
students with ASD in a general education setting were positive, they strongly agreed with
the practice (M = 5), and they were willing to implement inclusive practices in their own
classrooms. A key point found as a result of data analysis was the outlier with question
17: I believe most students (regardless of the level of their disability) can be educated in a
general education classroom. With a lower percentage of agreeable percentages on the
Likert scale (72% slightly or strongly agree) and increased undecided or disagreeable
percentages (28%), it is evident that there is some discrepancy with pre-service teachers'
perceptions toward the inclusion of students with ASD and inclusion of students with any
range of disabilities. Interestingly, these results are consistent with findings from McCray
and McHatton (2011) when it was discovered that participants were more positive toward
including students with ASD, but they were undecided about inclusion pertaining to
students with disabilities in general.
The outlier leads the researcher to believe that pre-service teachers are more
comfortable with the inclusion of students with ASD since they also have a high
percentage of knowledge pertaining to ASD, but that they do not feel comfortable with
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inclusion when it involves students with any range of abilities. Given that the scores of
knowledge of ASD (M = 15.73) show that participants were generally knowledgeable
about ASD, one may think that perceptions of inclusion may differ when it comes to
including students with a range of disabilities in a general education setting. Perceptions
toward inclusion are influenced by the nature of the disability and educational problems
(Hanline, 2010). Pre-service teachers may also find it difficult to make time for other
students when teaching a student who requires accommodations or modifications
(Brackenreed & Barnett, 2006). Possibly, with both the fast paced movement toward
inclusion and increased diagnosis of ASD, the teacher education program at the studied
university has focused curricula on teaching about ASD rather than encompassing a range
of disabilities.
When this study is compared to the following empirically researched, peer
reviewed articles authored by McCray and McHatton (2011) and Ross and Cuskelly
(2006), it is evident that the findings are parallel. McCray and McHatton (2011) gave a
similar Likert-scale scale to participants with a Cronbach’s alpha reliability of .905.
Results indicated that 70% of participants felt positive toward inclusion (M = 4.31). Ross
and Cuskelly (2006) gave a similar knowledge scale questionnaire to participants with a
Cronbach’s alpha reliability of .67. As in this study, the higher scores indicated greater
knowledge of ASD with an average of 66% correctly answered questions (M = 14.12).
These findings along with the present research give institutions of higher
education an indication that pre-service teacher preparation programs are preparing
students to teach in an inclusive general education setting which includes students with
ASD. Going back again to question number 18 regarding students with a range of
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abilities, it is still unclear if pre-service teachers are completely prepared and
knowledgeable of various disabilities or just feel more comfortable with ASD since it
could possibly be a main focus due to the rise in diagnosis.
Implications
The researcher's findings suggest that teacher education programs need to address
teachers' attitudes of inclusion of students with multiple disabilities to include lower
functioning ASD (Elshabrawy & Hassanein, 2015). Literature also suggests that the type
of disability or severity may also be a factor of willingness to implement inclusive
practices (Avramidis et al., 2000; Elshabrawy & Hassanein, 2015). The addressing of this
matter is to ensure that attitudes are addressed which may increase inclusive practices and
the quality of instruction for students with ASD in general education settings. In order to
execute programs successfully as determined by teacher success, programs should
provide training and curricula that involves inclusion and experiences working with
students with a range of disabilities, including ASD (Sari et al., 2009). Modifying the
curricula and preparing teachers may be challenging, but it is necessary in order to
produce effective teachers with more positive attitudes and greater knowledge of
potential students (Forlin & Chambers, 2011; Williams & Alawiye, 2001). Again, in
order to better prepare teachers, practicum experiences working with students with a
range of disabilities, including ASD should be an integral part of teacher education
programs (Brackenreed & Barnett, 2006).
A point made regarding perception and knowledge of students with disabilities is
evident in this study. Participants were agreeable when asked about their perceptions
toward inclusion, but were disagreeable when it came to their perceptions toward the
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inclusion of all students with disabilities. A similar study from McCray and McHatton
(2011) found that participants had positive perceptions toward inclusion, but were
undecided when asked if they felt positive about inclusive practices and students with
disabilities. Given this information, future researchers should investigate pre-service
teachers perceptions and knowledge of general disabilities, to include a range from mild
to severe, including ASD, as it pertains to inclusion in a general education setting.
Limitations and Recommendations
Assumptions cannot be made that the results of this study are equal to another
teacher education program. When viewing this study, the reader must take into account
that the population from which the sample was pulled, is limited (N = 61, n = 49). The
participants in this particular study were 98% female and 2% male and were recruited
from one mid southern university's teacher education program. It is important to note that
this particular university offers the following programs: Bachelor of Science in Education
(BSED; dual licensure) and four graduate degrees: Master of Arts in Teaching (MAT),
Master of Science (MS), Education Specialist (EdS), and the Doctor of Education (EdD).
Additional certification programs include Applied Behavior Analysis, Instructional
Design and Technology, and Urban Education. Endorsements are offered for Reading
Specialist and School Library Specialist. As mentioned earlier, the undergraduate dual
licensure program offers certification in both general education and special education.
The special education portion is modified and not offered as a comprehensive licensure to
include the training to teach students with more severe disabilities.
The researcher chose this population because of the location of the university and
the type of dual license program offered at the undergraduate level. Considering this, the
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results of this study cannot be generalized geographically to other populations or other
undergraduate teacher education programs. In order to generalize findings, future
researchers should expand on the study to cover a specific geographical region in order to
form an overall consensus regarding teachers' perceptions and knowledge regarding
ASD. In addition, given that most of the participants were female, it would be interesting
to see how results may have differed if there was more male participation. Since there
was no significance between knowledge and perception between groups based on
participants' current level of education, there may be additional variables to consider: 1)
influencing factors on knowledge and perception may not be limited to the teacher
education program; 2) influencing factors could include personal experiences and prior
knowledge; and 3) the research did not measure the program, just the pre-service
teachers' knowledge. Because of these variables, future researchers should investigate
specific programs and involved courses within teacher education programs and
investigate specifically what courses are being taught and when.
It is possible that participants, because of this topic and lack of experience
working with students with disabilities, including ASD in their own classroom, may have
responded more positively based on social desirability (Cameron & Cook, 2007; McCray
& McHatton, 2011). Because of this, future researchers should consider administering a
pre and post test analysis to examine any possible differences between teachers'
perceptions pre-service and in-service regarding the inclusion of students with
disabilities, including ASD within inclusive classrooms. A follow up study of pre-service
teachers after they have become full time teachers could lend itself to findings related to
perception changes affected by factors such as experience (McCray & McHatton, 2011).
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In regards to knowledge pertaining to ASD, the contributing factors of individuals with
ASD are unknown and may include genetic factors (Ross & Cuskelly, 2006). Because of
this unknown factor, it is important for future researchers to consider this open variable
since it is subject to change upon discoveries made through research. Future researchers
should expand geographically in order to gather a greater consensus of teachers'
perceptions in correlation to their knowledge of ASD. Geographical studies, such as state
wide, would allow educational professionals to collaborate on state-wide initiative to
improve teacher education programs, increasing external validity (McCray & McHatton,
2011).
Conclusions
This researcher aimed to gather an overall consensus of pre-service teachers'
perceptions toward including students with ASD in a general education setting and how
such attitudes may be related to an individual’s knowledge of ASD while in a pre-service
teacher training program. Supporting literature surrounding these topics was referenced
to cover all aspects of pre-service teachers' perception, inclusion, and ASD. An
instrument was utilized in the study (Appendix A) in order to produce percentages for the
Likert scale and true/false scale based questions which sought to reveal what pre-service
teachers' perceptions were toward inclusion of children with ASD in an inclusive setting
along with their knowledge of ASD. Results from the survey were then used to identify
any correlations using Pearson's correlation and to calculate the reliability of the survey
instrument using Cronbah's alpha (.737).
It was found that the pre-service teachers at the studied mid-southern university
had overall positive perceptions toward inclusive practices with a correlating high
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percentage of knowledge of ASD (M = 15.73). However, as was found in McCray and
McHatton (2011) , it is evident that pre-service teachers may have a different perception
or a lower level of knowledge in regards to any range of abilities that are not specific to
ASD.
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Appendix A
Survey Questions
1. What is your gender?
Male Female
2. What is your race?
American Indian

Asian

Black/African American

Hispanic/Latino

Native Hawaiian or Pacific Islander

White
3. Have you previously taken or are you currently enrolled in a course that
discusses students with Autism Spectrum Disorders?
Yes

No

4. What year are you currently enrolled in?
Freshman

Sophomore

Junior

Senior

5th Year Senior
5. Do you hope to teach as a general educator or a special educator?
General Educator

Special Educator

Please respond to the following based on your current thoughts or attitudes
surrounding the following topics:
6. Including a student with autism will promote his/her independence.
Strongly Agree

Slightly Agree

Slightly Disagree

Strongly Disagree
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Undecided

7. Students with autism will find it easier to mix with their peers after
leaving school if they have been taught together in general education
classrooms.
Strongly Agree

Slightly Agree

Slightly Disagree

Strongly Disagree

Undecided

8. The integration of general students with autism into classes is beneficial to all
pupils.
Strongly Agree

Slightly Agree

Slightly Disagree

Strongly Disagree

Undecided

9. Inclusion offers mixed group interaction, which fosters understanding and
acceptance of differences.
Strongly Agree

Slightly Agree

Slightly Disagree

Strongly Disagree

Undecided

10. As a teacher, I would be willing to have a student with autism in my
classroom.
Strongly Agree

Slightly Agree

Slightly Disagree

Strongly Disagree

Undecided

11. Inclusion will give students with autism a better chance to readily fit into
their community.
Strongly Agree

Slightly Agree

Slightly Disagree

Strongly Disagree
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Undecided

12. With the help of experienced teachers, support services and special
equipment, students with autism can do well in a general classroom
environment.
Strongly Agree

Slightly Agree

Slightly Disagree

Strongly Disagree

Undecided

13. The presence of students with autism in a general classroom helps the
typical child understand and accept them in empathetic and realistic
manner.
Strongly Agree

Slightly Agree

Slightly Disagree

Strongly Disagree

Undecided

14. As a teacher I would be willing to take extra training so as to be better able to
handle students with autism in my classroom.
Strongly Agree

Slightly Agree

Slightly Disagree

Strongly Disagree

Undecided

15. I am willing to make needed instructional adaptations for my students with
autism.
Strongly Agree

Slightly Agree

Slightly Disagree

Strongly Disagree

Undecided

16. I believe inclusion is a desirable educational practice.
Strongly Agree

Slightly Agree

Slightly Disagree

Strongly Disagree
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Undecided

17. I believe most students (regardless of the level of their disability) can be
educated in a general education classroom.
Strongly Agree

Slightly Agree

Slightly Disagree

Strongly Disagree

Undecided

Please respond based on your current understanding of autism:
18. More girls have autism than boys.
True

False

19. Many students with autism get upset if there are changes to routines at home
or school (e.g. usually on Tuesday's they go swimming, but one day they
can't).
True

False

20. All students with autism deliberately hurt themselves.
True

False

21. All students with autism will become adults who have a job and live on their
own (i.e. be independent).
True

False

22. Autism is more common in families who have a history of the disorder (e.g.
more likely to have autism if grandparents have autism).
True

False

23. Most students with autism do very well with academics.
True

False
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24. Students with autism don't seem to know how other people are feeling (e.g.
they can't tell when you are feeling angry or sad).
True

False

25. You can "catch" autism from children who have it- it's a disease like
chickenpox.
True

False

26. Many students with autism have problems looking at you in the eye when you
are talking to them.
True

False

27. All students with autism will eventually "grow out" of the disorder and no
longer have autism as adults.
True

False

28. Some students with autism sometimes get upset by different noises or when
they are touched by people.
True

False

29. All students with autism can talk well.
True

False

30. Most students with autism prefer to play on their own.
True

False

31. Some students with autism move their body in unusual ways- e.g. flap their
hands.
True

False
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32. Many students with autism spend lots and lots of time on specific activities or
things that interest them (e.g. Tom spends hours and hours
playing with his train set).
True

False

33. Many students with autism don't make friends.
True

False

34. Some students with autism repeat words or phrases that they have heard over
and over again.
True

False

35. Students with autism usually enjoy playing games with other children.
True

False

36. All students with autism are good at making friends.
True

False

37. All students with autism generally like to share their interests or enjoyment
in activities with other people.
True

False
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